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My own analysis will divide along these two paths of philo-
sophical anthropology and political philosophy. The first path
will follow Dewey’s rejection of his great bete noire, dualism, and
its accompanying asomatic attitude. By moving beyond dual-
Ism, Dewey introduces a reevaluation of the body, and a redefi-
nition of “mind.” Several Important Deweyan themes emerge in
this connection. '

1. Dewey makes an Important distinction between a narrowly
“vocational” education, and one that is built around what he
calls “occupations.” “Occupations” are made central, while
hiarrow vocationalism is rejected outright. .

2. Education is not Preparation. Education, for Dewey, is
Important only so far as it is treated as an end in itself,
Education treated as preparation for external and future
ends represents one great failing of traditional pedagogical
methods.

The second path follows Dewey's understanding of “democ-

* racy.” This is a topic that continues the discussion of the previ-

ous two chapters. As we have seen, Dewey significantly altered

ordinary conceptions of democracy. He planted the seeds for a

wider understanding of democracy as a “way of life” built around
the centrality of growth and individuality.

His reconceptualization of democracy led him to recom-

mend that an educational system must e€ncourage certain habits

while it discourages others. The Deweyan suggestions go beyond

the traditional claim that education’s goal in a democratic society
must be to produce an informed electorate. The inculcation of a
democratic character, not just the training of citizens' minds, is
that toward which an educational system in a democracy must
aim. The question of moral education thus becomes a focal con-

cern. .

KWEB#BHICERLU. UTDESHDEREEBRELTENET .

Boisvert, R. D. John Dewey: Rethinking Our Time.
Albany: State University of New York Press, 1998.
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Pour connaitre son talent, il faut examiner et de quelle espece d’objets
le hasard et I'éducation ont principalement chargé notre mémoire, et quel
degré de passion I’on a pour la gloire. C’est sur cette double combinaison
qu’on peut déterminer le genre d’étude auquel on doit s’attacher. Il n’est
point d’homme entiérement dépourvu de connaissances. Selon qu’on aura
dans la mémoire plus de faits de physique ou d’histoire, plus d’images ou
de sentiments, on aura donc plus ou moins d’aptitude a la physique, a la
politique ou a la poésie. Est-ce a ce dernier art qu'un homme s’applique ?
Il pourra devenir d’autant plus grand peintre en un genre que le magasin
de sa mémoire sera mieux fourni des objets qui entrent dans la composi-
tion d’une certaine espece de tableaux. Un poéte nait dans ces &pres
climats du Nord, que d’une aile rapide traversent sans cesse les noirs
ouragans ; son ceil ne s’égare point dans des vallées riantes ; il ne connait
que [’éternel hiver qui, les cheveux blanchis par les frimats, régne sur des
déserts arides ; les échos ne lui répétent que les hurlements des ours ; il
ne voit que des neiges, des glaces amoncelées, et des sapins, aussi vieux
que la terre, couvrir de leurs branchages morts les lacs qui baignent leurs
racines. Un autre poéte nait, au contraire, sous le climat fortuné de
I'Italie ; 'air y est pur ; la terre est jonchée de fleurs ; les zéphirs agitent
doucement de leur “souffle la cime des foréts odorantes ; il voit les
ruisseaux, par mille arcs argentés, couper la verdure trop uniforme des
prairies, les arts et la nature s’unir pour décorer les villes et les campa-
gnes : tout y semble fait pour le plaisir des yeux et ’ivresse des sens.
Peut-on douter que, de ces deux poétes, le dernier ne trace des tableaux
plus agréables, et le premier des tableaux plus fiers et plus effrayants ?
Cependant ni I’un ni I’autre de ces poetes ne composeront de ces tableaux,
s’ils ne sont animés d’une passion forte pour la gloire.

Les objets que le hasard et 1’éducation placent dans notre mémoire sont
& la vérité la matiére premiére de I’esprit ; mais cette matidre y reste
morte et sans action, jusqu’au moment ol les passions la mettent en
fermentation. C’est alors qu’elle produit un assemblage nouveau d’idées,

d’images ou de sentiments, auxquels on donne le nom de génie, d’esprit
ou de talent.

(Claude-Adrien Helvétius, De [’Esprit) .

XWEB I88I(CERL. UTOEBSOERZBELL TSV ET.

« (Euvres complétes, Tome 1. De I'esprit » Claude-Adrien Helvetius, sous la direction de Gerhardt
Stenger, texte édité, présenté et annoté par Jonas Steffen (Honoré Champion, © 2016)
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The Tyler Rationale consists of four fundamental
questions that first appeared during the late 1940s
in Ralph W. Tyler’s curriculum syllabus, Basic
Principles of Curricsdum and Instruction. This
document is still in print and continues to sell
thousands of copies each year. The questions of
the Tyler Rationaje include these: What educa«
tional purposes should the school seek to attain?
What educational experiences can be provided
meare Iikelyz:lattainthese u es? How can

educational experiences be effectively orga-
‘ized? How can we determine whether these pur-
poses are being attained? These questions rest on
2 conceptual foundation where educational pur-

poses are’ defined by objectives that atise from

thrée sources—the needs of the learner, expecta-
tiohs of society, and insights from content special-
ists. Because a program’s educational objectives
may become top diyergent and numerous, the
rationale was to filter objectives through philo-
sophical and psychological screens. This simple
array of four questions has proven to be one of the
most defining professional concepts of curricnlum
", design and development. .

Much lore surrounds the origins of the ratio-
nale. Tyler, as research director of the Fight Year
Study, describes a lunch occasion in the 1930s
when be, 'H, H. Giles, and Hilda Taba were dis-
cussing curriculum development and the ratio-
nale’s legendary questions were conceived (by
Tyler) and written on 4 napkin. During the same
peridd, Giles and the Eight Year Study Curriculum
Associates were charged with formulating basic
principles for the se¢ondary school curriculum
and, on the first page of their 1942 report entitled
Exploting the Curricilurn, their fundamental ques-
tions included these: What is to be done? What

(H{3% : Kridel, C., "TYLER RATIONALE, THE*, in Kridel, C. (ed.), Encyclopedia of curriculum studies,

vol. 1, Sage, 2010, pp. 907-908. )

subject matter is to be used? What &lassroom pro-
cedures and school organization are to be fol-
lowed? How are the results of the program to be
appraised? Both frameworks stressed the use of
educational objectives, although neither represents
the use of behavioral objectives as the term was
later developed.

Tyler’s call to “formulate objectives” required
educators to reconsider their most fundamental
educationdl goals and, when situated within the
context of a classroom problem, became a way to
better term to have used). Objectives did not rep-
resent the confining, convergent dimension that
was later popularized in the 1960s and 1970s with
behavioral objectives.and management by objec-
tives programs. In fact, Tyler, Giles, and the
Curriculum Associates describe the genesis of edu-
catiodal objectives in relation to the central pus-
poses of education. For Tyler, behaviors mearit all
types of human reactions at all levels of cognition,
and objectives were developed for npnobservable
behaviors: social sensitivity, appreciation, personal
and social adjustment. Yet, the Tyler Rationale is
now often cited to have introduced behavioral
objectives, even though Tyler later dismissed this
claim and maintained his belief that bebavioral
objectives had become .too specific. Further, the
four questions were not meant to be a linear
sequence of actions but, instead, questions as
aspects of a conversation. Further, “why” ques-
tiops were not part of the rationale, in part,
bedause Tyler originally used the framework to
assist teachers with immediate (classroom) prob-
lems, 'That issues of “purposefulness”~the why of
a sitpation—would be implicitly addressed when '
one sofight to identify (what) and to solve (how)
problems.

XWEBHBRICERL., UTOEBSNHBEEBRLZLTEDEY.

Used with permission of sage, from Encyclopedia of curriculum studies, by Craig Kridel,
vol.1, 2010, pp.907-908; permission conveyed through Copyright Clearance Center,Inc.
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Education (art. 24)

51.The Coramittee is concerned about:

(a)The perpetuation of segregated special education of children with disabilities, through medical-based assessments, making
education in regular environments inaccessible for children with disabilities, especially for children with intellectual and/or
psychosocial disabilities and those who require more intensive support; as well as about the existence of special needs education
classes in regular schools;

(b)Children with disabilities being denied admittance to regular schools due to their perceived and actual unpreparedness to
admit them, and the ministerial notification issued in 2022 according to which students enrolled in special classes should not spend
their time in regular classes for more than half of their school timetable;

(c) The insufficient provision of reasonable accommodation for students with disabilities;

(d)The lack of skills of, and the negative attitudes to inclusive education of, regular education teachers;

(e)The lack of alternative and augmentative modes and methods of communication and information in regular schools —
including sign language education for deaf children, and inclusive education for deafblind children;

(f) The lack of a national comprehensive policy to address barriers for students with disabilities in higher education, including

for university entrance exams and for the study process.

52. Recalling its general comment No. 4 (2016) on the right to inclusive education, and target 4.5 and target 4.a of the Sustainable
Development Goals, the Committee urges the State party to:

(a) Recognize the right of children with disabilities to inclusive education within its national policy on education, its legislation
and its administrative arrangements, with the aim of ceasing segregated special education, and adopt a national action plan on
quality inclusive education, with specific targets, time frames and a sufficient budget, to ensure that all students with disabilities
are provided with reasonable accommodation and the individualized support they need at all levels of education;

(b) Ensure access to regular schools for all children with disabilities, and put in place a “non-rejection” clause and policy to
ensure that regular schools are not allowed to deny regular school for students with disabilities, and withdraw the ministerial
. notification relating to special classes;

(c) Guarantee reasonable accommodation for all children with disabilities to meet their individual educational requirements and
to ensure inclusive education;

(d) Ensure the training of regular education teachers and non-teaching education personnel on inclusive education and raise
their awareness about the human rights model of disability;

(e) Guarantee the use of augmentative and alternative modes and methods of communication in regular education settings,
including of Braille, Easy Read, and sign language education for deaf children, promote the deaf culture in inclusive educational
environments, and ensure access to inclusive education for deafblind children;

(f) Develop a comprehensive national policy addressing barriers for students with disabilities in higher education, including for
university entrance exams and for the study process.

(Source : Committee on the Rights of Persons with Disabilities ‘Concluding observations on the initial report of Japan’, United

Nations) XR—T TN CHEEBRLUTHNET,

Bl SRR, 2014 FEOREEMERLNIMERDL 4 Y /A — L TRE Y AT & &0 5 MBS % A LT w»
5, LEERIEO [5LIBREE] 252 C, BREL2¥0EAL» S 25 LATFROMNIGAZE T EEA I 2 W TEH
WL AR I W,

i 2 L%&&®fm%ﬁﬁﬁj®¢bwmﬁﬁ$iif\%%ﬁﬁ@ﬁﬁ#&\8$®$&%ﬁ@é@ﬁ%b¢%%
HiVRE R EE L., MRoEfHiconTimBlL 2 X v,

XWEBBEICERL. UTOEBDHEEBEL L THEDET. ‘6

United Nations Committee on the Rights of Persons with Disabilities. (2022). Concluding observations on the initial report of Japan (CRPD/C/JPN/
CO/1, pp. 13-14). United Nations Digital Library. https://digitallibrary.un.org/record/3996275 © United Nations. All rights reserved.
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The Bray and Thomas Cube Figure 0.1: A Framework for Comparative Education Analyses

Figure 0.1 reproduces the cube presented by Bray
Noniocational Demographic Groups

and Thomas(1995, p.475). It was part of a paper T e
— L . T
entitled ‘Levels of Comparison in Educational e S //
T . . . - a° 7 . / /
Studies: Different Insights from Different S A A A
Literatures and the Value of Multilevel Analyses'. - i /g
Level 1; Wprid ReLkmle ntineris 1.
The paper commenced by noting that that % N ggé H
different fields within the wider domain of g Lol 3: SthtesPrbaince Eh %’g /gf
educational studies have different methodological g Lovel 4; Oipticts % 2 ~// v
and conceptual emphases, and that the extent of £ ! Levdis: Sohools 28! //\;\&:\
é .
cross fertilization was somewhat limited. The field § Lavel 6: Classrooms uj; &;\';3"-9&
iy ¢
of comparative education, for example, was bevql7: Ingividuap ¥

dominated by cross-national comparisons and made little use of intranational comparisons. In contrast, many
other fields were dominated by local foci and failed to benefit from the perspectives that could be gained from
international studies. The paper then pointed out that although the field of comparative education had been
dominated by cross-national foci, many other domains lacked such perspectives. The authors argued that
stronger relationships between different fields would be to the benefit of all.

On the front face of the cube are seven geographic/locational levels for comparison: world
regions/continents, countries, states/provinces, districts, schools, classrooms, and individuals. The second
dimension contains nonlocational demographic groups, including ethnic, age, religious, gender and other
groups, and entire populations. The third dimension comprises aspects of education and of society, such as
curriculum, teaching methods, finance, management structures, political change and labour markets. Many
studies that are explicitly comparative engage all three dimensions, and thus can be mapped in the
corresponding cells of the diagram. For example, the shaded cell in Figure 0.1 represents a comparative study
of [::] for the entire population in two or more provinces.

An overarching point of the Bray and Thomas article was their call for multilevel analyses in comparative
studies to achieve multifaceted and holistic analyses of educational phenomena. The authors observed that
much research remained at a single level, thereby neglecting recognition of the ways in which patterns at the
lower levels in education systems are shaped by patterns at higher levels and vice versa. While researchers can
often undertake only single-level studies because of constraints dictated by purpose and availability of resources,
Bray and Thomas suggested that researchers should at least recognise the limits of their foci and the mutual

influences of other levels on the educational phenomena of interest.

M4t : Mark Bray, Bob Adamson and Mark Mason{2007), Comparative Education Research: Approaches and Methods, Springer, pp.8-9.
Bt MoOHgE, Mark Bray & R.Murray Thomas(1995), Levels of Comparison in Bducational Studies: Differemt Insights from Different

Literatures and the Value of Multilevel Analyses, Harvard Educational Review, 65(3).
XA TRICEHRLUTBDET.,

M1 EFEZEM [ cAREER, BRETEILIL,
M2 HEIBEEHARBIZRLEIWY,
M3 HBREEFRIIBIIZTVA - b= AFa2—7OBRFLHEEIZHO>VT, HAETERITRAL X W,

KWEB #BHICERU. UTOESDHEEERLTEDET.

Bray, Mark, Bob Adamson, and Mark Mason. Comparative Education Research:
Approaches and Methods. Introduction, pp. 8-9. Berlin: Springer, 2007.
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SOCIAL EDUCATION LAW

Chapter IV Citizens’ Public Hall
 Art 22 Activities
In order to fulfill the object stated in Art.20 a CPH may develop the following |
activities except When prohibited by laws and regulations.
I Regular courses of lectures.
II Discussions, short courses, lectures, demonstrations, and exhibitions.
+ I Furnishing and utilizing of books, records and models.
IV Athletic meetings and recx;ea'tion programs.
V' Encouraging cooperation among various bodies, organizations and agencies.
VI Providing the Community people a place for their meetings and for

public use.
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Not that long ago, academicians were often cautious about airing the ethical dilemmas they faced in their research and academic
work, but that environment is changing today. Psychologists in academe are more likely to seek out the advice of their colleagues
on issues ranging from supervising graduate students to how to handle sensitive research data, says George Mason University
psychologist June Tangney, PhD.

"There has been a real change in the last 10 years in people talking more frequently and more openly about ethical dilemmas of
all sorts," she explains.

Indeed, researchers face an array of ethical requirements: They must meet professional, institutional and federal standards for
conducting research with human participants, often supervise students they also teach and have to sort out authorship issues, just
to name a few.

Here are five recommendations APA's Science Directorate gives to help researchers steer clear of ethical quandaries:
1. Discuss intellectual property frankly

Academe's competitive "publish-or-perish” mindset can be a recipe for trouble when it comes to who gets credit for authorship.
The best way to avoid disagreements about who should get credit and in what order is to talk about these issues at the beginning
of a working relationship, even though many people often feel uncomfortable about such topics.

"It's almost like talking about money," explains Tangney. "People don't want to appear to be greedy or presumptuous.”

APA's Ethics Code offers some guidance: It specifies that "faculty advisors discuss publication credit with students as early as
feasible and throughout the research and publication process as appropriate." When researchers and students put such
" understandings in writing, they have a helpful tool to continually discuss and evaluate contributions as the research progresses.

However, even the best plans can result in disputes, which often occur because people look at the same situation differently.
"While authorship should reflect the contribution," says APA Ethics Office Director Stephen Behnke, JD, PhD, "we know from
social science research that people often overvalue their contributions to a project. We frequently see that in authorship-type
situations. In many instances, both parties genuinely believe they're right." APA's Ethics Code stipulates that psychologists take
credit only for work they have actually performed or to which they have substantially contributed and that publication credit
should accurately reflect the relative contributions: "Mere possession of an institutional position, such as department chair, does
not justify 'authorship credit," says the code. "Minor contributions to the research or to the writing for publications are
acknowledged appropriately, such as in footnotes or in an introductory statement."

The same rules apply to students. If they contribute substantively to the conceptualization, design, execution, analysis or
interpretation of the research reported, they should be listed as authors. Contributions that are primarily technical don't warrant
authorship. In the same vein, advisers should not expect ex-officio authorship on their students' work.

Matthew McGue, PhD, of the University of Minnesota, says his psychology department has instituted a procedure to avoid murky
authorship issues. "We actually have a formal process here where students make proposals for anything they do on the project,”
he explains. The process allows students and faculty to more easily talk about research responsibility, distribution and authorship.

Psychologists should also be cognizant of situations where they have access to confidential ideas or research, such as reviewing
journal manuscripts or research grants, or hearing new ideas during a presentation or informal conversation. While it's unlikely
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reviewers can purge all of the information in an interesting manuscript from their thinking, it's still unethical to take those ideas
without giving credit to the originator.

"If you are a grant reviewer or a journal manuscript reviewer [who] sees someone's research [that] hasn't been published yet, you
owe that person a duty of confidentiality and anonymity," says Gerald P. Koocher, PhD, editor of the journal Ethics and Behavior
and co-author of "Ethics in Psychology: Professional Standards and Cases."

Researchers also need to meet their ethical obligations once their research is published: If authors learn of errors that change the
interpretation of research findings, they are ethically obligated to promptly correct the errors in a correction, retraction, erratum
or by other means.

To be able to answer questions about study authenticity and allow others to reanalyze the results, authors should archive primary
data and accompanying records for at least five years, advises University of Minnesota psychologist and researcher Matthew
McGue, PhD. "Store all your data. Don't destroy it," he says. "Because if someone charges that you did something wrong, you
can go back."

"It seems simple, but this can be a tricky area," says Susan Knapp, APA's deputy publisher. "The APA Publication Manual
Section 8.05 has some general advice on what to retain and suggestions about things to consider in sharing data."

The APA Ethics Code requires psychologists to release their data to others who want to verify their conclusions, provided that
participants' confidentiality can be protected and as long as legal rights concerning proprietary data don't preclude their release.
However, the code also notes that psychologists who request data in these circumstances can only use the shared data for
reanalysis; for any other use, they must obtain a prior written agreement.

Smith, D. (2003). Five principles for research ethics: Cover your bases with these ethical strategies. American Psychological
Association. Retrieved December 7, 2024, from https://www.apa.org/monitor/jan03/principles — BB{{ZE
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2. Be conscious of multiple roles

3. Follow informed-consent rules

4. Respect confidentiality and privacy
5. Tap into ethics resources
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From Smith, D. (2003, January 1). Five principles for research ethics. Monitor on Psychology, 34(1).
© 2003 American Psychological Association. Reprinted with permission.
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Toward a Viable Policy on Teaching Controversial Issues

The central theme of this book has been that our rhetorical commitment
to teaching controversial issues in American schools has not been reflected
in our actual classroom practices. Some of the gap between rhetoric and
reality may be related to lack of preparation and the burdens of teaching
an already packed curriculum; but an important factor is public failure to
accord teachers sufficient professional autonomy to teach controversial
issues. While parents and the state clearly have interests in the education of
children, these interests should not override the professional obligations of
teachers to teach the truth or to prepare their students to be full participants
in our democratic society. Teaching controversial issues has an important
role in reaching both these educational goals, we have argued. How can
educational policies provide teachers sufficient freedom to meet their pro-
fessional obligations in this area? We will argue that local school districts
should develop policies for teaching controversial issues that allow teachers
appropriate freedom to exercise their professional judgment and meet their
professional responsibilities. These policies should be developed through
collaborations among teachers, administrators, school board members, and
students (when appropriate). Our hope is that the process of collaboration
would be a learning opportunity for all involved, as educators become more
aware of state and local interests in education and the public becomes more
aware of the point of teaching controversial issues and the discretion teach-
ers need if they are to teach such issues without fear of jeopardizing their
careers. )

By tradition, professors in institutions of higher education have scope to
exercise professional judgment: they enjoy academic freedom, as it's com-
monly put. They can usually determine the content of the curriculum in
their courses, subject to broad institutional guidelines, and choose their
methods of instruction as long as they do not contravene students’ rights.

They can freely express their views in the classroom as long as they meet
professional and institutional norms, such as treating their students in a
respectful and nonabusive manner. They collectively participate in setting
the curriculum and in governing the institution.” Public schodl teachers, in
contrast, are not traditionally endowed with academic freedom. They are ex-
pected to follow the curriculum and use teaching methods endorsed by the
state and the school district, Of course, good schools acknowledge that their
teachers are professionals whose judgments should be respected. Teaching
controversial issues is one area where teacher judgment potentially comes
into play. What discretion do teachers have to choose topics for discussion,
supplement curriculum materials, invite outside speakers, use new teaching
methods or express their own views? Who determines the limits of teachers’
discretion? Are teachers wholly subject to the will of the public as expressed
through the state department of education and the school district? Should

they be?

(H{ 32 : Jonathan Zimmerman and Emily Robertson, The Case for Contention’
Teaching Controversial Issues in American Schools, Chicago: University of
Chicago Press, 2017, pp. 76-77. — &R L7z, )
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Used with permission of_ The University of _Chicago Press, from The Case for Contention: Teaching Controversial Issues in American
Schoc_)ls_(Hlstory and Philosophy of Education Series) by Jonathan Zimmerman &Emily Robertson, 1st edition, 2017, pp.76-77;
permission conveyed through Copyright Clearance Center, Inc. '
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